Classroom Testing of the Goal-Oriented Framework by FAROOQ FAROOQ
33
■名古屋学芸大学　教養・学際編・研究紀要　第9号　2013年2月
Classroom Testing of the Goal-Oriented Framework
Mohammad Umar FAROOQ
This article is an attempt to test the theoretical framework for educating EFL learn-
ers, reported in the previous work, through some essential classroom activities. Spe-
cifically, the activities relate to developing students’ skills of (i) yes-no questions, (ii) 
wh-questions, and (iii) natural speed listening. Employing the framework, the activities 
have been designed by associating them to an element named as ‘an attractive force’. 
The function of the attractive force is that it catches students’ interests and enable them 
to work harder, longer, deeper and independently. The activities have been especially 
chosen based on the recommendation in the literature of classroom research. Detailed 
discussion has been made in the light of existing theories, feedback from the students, 
and examples from the relevant activities. It is argued that the framework can help 
EFL/ESL teachers to develop their students’ over all English skills to a level where 
the students can use them with confidence in real-life situations outside a classroom. 
Introduction
We all are aware that all of Japanese students experience to learn English for 3 years 
in junior high schools, almost all do for 3 years in high school, and a majority of them 
study at universities and other institutes after high schools. We also know that now 
all Japanese students have exposure to English from 5th grade of elementary school, 
not to mention that these students have already had experience even in kindergartens. 
As regards English study outside school/universities it is widely understood that most 
students and adult learners alike learn at private conversational schools, join overseas 
study and home stay programs, and attend lessons organized by the cities and prefac-
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tures they reside (see Miura 1997, Johnson 1995, O’Sullivan, 1994, and Wadden 1993, 
FD Foramu 1999, and Wordell and Gorsuch 1992, Fukuda, The Japan Times, 2010). 
In this reagrd, the National Center Test for University Admissions (2011), is another 
example in which English is also given a priority by most of the applicants in that a 
large number of them are partially accepted merely on the bases of its success. English 
is also one of the most important exams besides the Japanese language exam among 
national, prefectural and private universities entrance examinations. Still another area 
that shows the importance of learning English relates to standardized English exams 
such as TOEFL (Test of English as a Foreign Language), TOEIC (Test of English for 
International Communication), and the most popular Japanese exam series known as 
Eiken (see STEP information 2000, and Jackson 2000: 17). 
However, with all these efforts the outcome can be understood in the light of the 
findings below: According to Lougheed (1992: 2), from a reliable report on TOEFL 
scores of speakers of nineteen different non-English first languages, overall score 
statistically proved weakest for Japanese learners. William (2007) discussing about 
English education in Japan concludes as ‘ Japan is the only country where money 
spent on English learning is the highest and the result lowest. More recently, Mathew 
(2007) in discussing Japanese abilities informs us that ‘the average TOEIC scores in 
Japan are among the lowest in the world, lower than many countries that are much 
poorer.’ It is worth to point out here that the statistics, however, relate to those Japanese 
learners who have already attained a certain remarkable level of English fluency, not 
to mention beginners. Imagine the level of those Japanese students who have never 
studied English after their high school (i.e. lower than beginners), and what they have 
studied in high schools is hard to utilize in companies because of the contents and 
the nature of learning as is widely known.
The lack of English proficiency abilities could be the results of an excessive use of 
textbooks in classrooms from elementary schools through universities as the textbooks 
besides creating boredom among students, prevent students from employing their own 
ideas and personal experiences of their life freely. Another reason may relate to an 
extreme focus of grammar as a majority of Japanese students often comment as “When 
I learned English in high school, I learned only grammar. Japanese teacher taught me 
a lot of grammar. I was getting hate English at that time. I thought Japanese student 
worry about grammar (Farooq, 1999: 27). Furthermore, Thompson describing the 
situation pointed out that “The traditional Japanese regard for authority and formality 
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is in tune with teacher-dominated lessons where much heed is paid to the ‘correct’ 
answer, learning of grammar rules and item-by-item (rather than contextualised) 
vocabulary. (1995: 223). Other studies have reported that “English language instruc-
tion in high schools in Japan has largely been and still is dominated by yakudouku, a 
non-oral approach to foreign language instruction thought to be related to grammar/
translation.” (Gorsuch 1998: 7); and “ rote learning and memorization in Japanese 
schools.” (Susser 1998: 55). Still another reason may lie in Japanese learners’ cultural 
and educational background, and the concept of saving face that compelled them to 
remain silent when responding in English (Ishii and Bruneau 1991 cited in Korst 1997: 
279). Students seemed to be very confused and irritated if the contents are too hard 
for them to comprehend. Nevertheless, easy and simplified lessons based on games, 
although highly liked by the students, cannot get them any confidence in learning. 
English proficiency level of the overall students seem to be an important factor. I am 
certain that some teachers might encounter difficulties in conducting such classes 
without a background knowledge of the students’ English proficiency.
In the light of the arguments above, the previous study was an attempt to present 
a framework, based on my own experience of EFL (English as a Foreign Language) 
teaching, that may help Japanese students learn English with more interest, willing-
ness, and confidence, and at the same time give them progress in their abilities (see 
Farooq 2012).
General objective of the study
Space did not permit to inform all the required information in the previous article, 
therefore, the current article will introduce some classroom activities, based on the 
framework.
Background of the study
The Goal-oriented Framework for Educating EFL Students has been reported in 
the previous article (see Fig 1, Farooq 2012). This section will present an overview of 
it for the convenience of the readers. The framework comprises six phases or stages: 
Developing Skill; Target Input, Attractive Force; Pedagogical Implication; and the 
Progress Insurance. Any previously developed activity or the one outlined in a text-
book can be employed. What you have to do is to first decide what skill do you want 
your students to develop. The skill could be Productive and Spoken (e.g. initiating) or 
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Receptive and Listening (e.g. dictation). Then, find an activity that matches with the 
skill. In practice you can first choose an activity and then see what skill it relates to.
You can follow the instructions associated with the activity, but they might not 
attract your students. In that case, the next stage is to add an element in the activity 
and the purpose of which is to attract, amuse, surprised your students and at the same 
time give them confidence in developing that skill. This is one of the key points of 
the framework and which makes it more valuable. For instance, if the activity wants 
students to understand a short essay. Ask students to find pronouns and their related 
referents in the entire essay. This way you set an attractive force for the students. In 
a similar way, in a listening activity give your students some questions before the 
talk starts and ask to tell whether they could hear their answers. This technique/trick/ 
element works as an attractive for the students. It is more likely to attract their atten-
tion and force them to listen again and again with interests and willingness. Once, 
you add the attractive force, the next stage is to practically perform the activity in the 
classroom, however, in a pre-decided setting. Finally, the last phase demands teach-
ers to ensure that the students could get some confidence concerning the objectives 
of the activity. In other words, after the activity did the students notice some sort of 
progress consciously? If this is the case, then according to Willis (2001: 14), ‘Success 
and satisfaction are key factors in sustaining motivation. If students feel they have 
achieved something worthwhile, through their own individual efforts, they are more 
likely to participate the next time’.
In the previous article, we discussed how the framework can be used in the 
classroom For that purpose, we argued on the overall receptive activities relating 
to listening, and writing, and other activities which is hard to say whether receptive 
or productive such as vocabulary and grammar. No efforts were made to develop 
any particular activity, and show how the activity itself can actually be used in the 
classroom. Instead, several activities and their attractive forces were discussed along 
with their classroom implementation and how they could get progress to the students, 
and several ways where the students can notice their progress by themselves. For 
instance, to develop general listening, students can be asked to listen to a normal 
speed conversation, and say the Signal Words (i.e. words that help to find the re-
quired information) they could easily hear. Then, based on the information on the 
signal words, they decide the answers of the following questions in small groups. 
‘Where are the speakers in the dialog?’; ‘Who are they (i.e. their relationships)’; and 
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‘What are they talking about?’ The same idea can be used to comprehend the general 
purpose of a written text. In a similar way, employing the techniques of ‘Scanning’ 
and ‘Skimming’, several activities can be developed that help students read lengthy 
texts such as newspapers and magazines. Writing activities can be designed in a way 
that students learn in stages in order to write the final product effectively. A general 
meaning or sense of an unfamiliar word can be made by looking at words around the 
unfamiliar word where it appears in the text. To learn grammar and sentence struc-
tures, students can create exercises by themselves, exchange with their classmates, 
solve them, and then understand their errors by themselves through post discussion 
in pairs. In practice, any activity with a little effort and consideration can be attached 
to be what I name ‘an attractive force’, and the function of which is to make learning 
more lively and meaningful for the students. Teachers are encouraged to think their 
own ideas to set new types of attractive forces. The more the number of attractive 
forces a student has, the more willingly she/he is likely to study and with progress. 
Therefore, an attractive force can be defined as a trick/method/technique that catches 
students’ interests and enable them to work harder, longer, deeper and independently. 
One reason games and quizzes are so popular among students is that they serve as 
attractive forces for the students. Students not only enjoy learning, they also learn 
longer time without any feeling of tiredness.
Research question
The specific research question will be addressed as follows. Will the framework 
help Japanese students learn spoken or communicative English so that they may 
use it with confidence in real life situations outside a classroom? In this regard, the 
article will first, introduce some spoken English activities based on the framework; 
next, show how the activities can help them learn English in an amusing way and at 
the same time give them progress and confidence in speaking English naturally; and 
last, discuss the outcomes of the study.
Classroom testing of the framework
This section primarily describing the activities relating to basic communication 
skills, will focus on (1) Yes-No Questions Communication Skill; (2) WH-Questions 
Communication Skill; and Natural Speed Listening Skill (see Appendices). For testing 
the framework in a classroom this specific area has been chosen in the light of the 
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recommendations as follows. Studies relating to EFL and ESL teaching have pointed 
out the need for teachers’ questioning. “In second language classrooms, where learners 
often do not have a great number of tools, your questions provide necessary stepping 
stones to communication” (Brown 1994: 165, also see Nunan 1991: 192). Questioning 
is reported as one of the commonly used strategies, and in some classrooms teachers 
use more than half of the class time exchanging questions and answers. Moreover, 
in studies exploring the contribution of teachers’ questions in second language class-
rooms, these questions play a crucial role in language acquisition.
Yes-No questions communication skill
Yes-No questions can be introduced and practiced in an interesting way based on the 
design of the framework. Prepare some simple questions whose answers are either yes 
or no, randomly test with the students to see the level of difficulty and to see whether 
they are understood by a majority of the students in the class. Yes, no questions are 
easy to ask but hard to understand and answer. The handout in Appendix I has 20 
questions each with an underlined word where students can make a new question by 
merely changing them. In this activity, students work in pairs. At the beginning in 
column A, each pair guesses the answer of his partner whether yes or no and writes 
it down. Then, during the activity practically asks the 20 questions and sees if his/
her guesses are correct. For instance, in the question 1, he guesses yes and the actual 
answer was also yes, then he will get 1 point. Similarly, a ‘no’ guess and a ‘no’ 
answer will also get a point. Both students at the end of the activity see who is the 
winner. Students then change pairs and repeat the process with the same questions 
using column B. Lastly, all the students write new questions by either changing the 
underlined word or making new questions in accordance with their proficiency levels, 
change new pairs and continue the activity using column C.
Several activities can be prepared based on the basic idea of guessing their answers 
first. In this activity an answer serves as an attractive force for the students. Since the 
students are new to this guessing and checking idea, they might be confused at the 
beginning. Therefore, writing 5 questions from the handout randomly on the black-
board, and demonstrating in front of the class will be a necessary step for the first time.
WH-questions communication skill
WH-questions are also hard to understand, as they sometimes mix with Yes-No 
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questions, and therefore, they are difficult to answer correctly. They also take time 
to respond as the answers are unlikely to be remembered. 20 questions of the type 
outlines in Appendix II can be practiced at least in a group of 3 students (say A, B 
and C) by assigning a specific role to each member. A asks question to B, while the 
question relates to C. B has to guess and try to give a possible answer promptly; C has 
to listen the answer carefully and count the correct answers. The total of the correct 
answers will be the score of student B. Each question has 3 variations such as What 
color she likes most?, What Japanese food she likes most?, What car company she 
likes most?. The questions are not based on correct grammar as real communication 
often do not adopt this grammatical-based approach. Once A finishes all the questions 
(preferable 20), C has to inform B her score means the number of correct guesses. 
Then the activity continues in rotation till all the three students could get their scores. 
The student in a group with the highest score is the winner. At the beginning of the 
activity, students are strictly asked to decide a question from the three variations. 
However, the idea would be new to the students, therefore a demonstration of the 
entire activity would be necessary as a second step before group work. The activity 
has several variations as follows: (1) Ask students to employ their own questions, 
suitable for an upper basic to intermediate class. (2) Use a variety of question pat-
terns of the type outlined in Appendix IV, suitable for an advanced class. (3) Make 
a group of 4 or more students, and have them compete for asking questions to the B 
student. (4) Each time C tells his/her score, A and B again ask question to C to get 
the correct answer of all the questions. (5) Each student in a small or a big group 
asks some questions (about 5–10) specifically related to herself/himself, and other 
students try to guess and answer in the way below.
A: What time I slept last night?
B: Around 12.
A: Sorry, No.
B: What time did you sleep last night? (B must ask A to get the correct answer)
A: Around 2:00.
B: Or, really (A surprised feeling- optional)
Natural speed listening skill
During an ordinary lecture class setting, students respond to questions spoken by 
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the teacher with (i) a normal and relaxed speed, (ii) real-life vocabulary, (iii) slangs 
if at all possible, and (iii) no intention of being clear in speech as most of the teach-
ers do during classrooms interaction with the fear that their questions would not be 
understood otherwise. As the questions are fast, some students will not be able to 
understand. In that case, they are allowed to use the ‘Survival English Prompts’ (See 
Appendix IV). At the beginning almost all the students have to give answers, but in 
the later activities only those students who initiated first are allowed to answer. In this 
regard, Appendix IV has a variety of questions labeled as Level 1 through Level 12 
for convenience. Each level has a certain type of question, and especially designed 
in view of the recommendation provide by Brown: 1994: 166 and Kelly and Kelly 
(1986). For instance, Level 1 comprises the simplest pattern named as Exemplified 
and Short Questions. A question in this category has two parts. The first part is an 
example and the subsequent part is the real question such as (I sleep around 6 hours. 
How long do you sleep every night?). Before the activity begins, students are informed 
about the categories of speaking speed as initially suggested by Griffee and Hough 
(1986) and applied the concept in their book entitled HearSay. According to him, the 
speaking speed can be classified into three types as Slow, Fast and Faster. To make 
it simple for my students I name them as Natural (Faster), Slow, and Textbook. In 
the Textbook Speed, basically all students can catch all the words in the question 
clearly as it is purposely said with such an intention. In the slow speed, less words 
are heard, and in the normal speed very few words could be heard which are very 
hard to understand. For an example see, the Appendix III.
After the students get a general idea of the speed of listening, they are asked to 
find their individual listening speed through the handout given in the Appendix III. 
Each of the 20 questions are spoken 3 times in the order of natural, slow and textbook 
speed. Students should hear carefully, check at which speed they could understand 
each question. This way they can get a rough estimate of their listening speed. The 
students are given the same test again at the end of the course when most of the level 
1 – level 12 have been practiced in order to have students notice their progress if any.
The natural speed listening practice can be used in several different ways. Some 
of the variations are as follows: (1) Students simply use the prompts to understand a 
question, and give a sign to indicate that the question is understood by raising hands. 
(2) Students are allowed to give free answers (not necessarily the true and correct 
answer) as soon as they understand a question through an interaction, for example, 
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in the conversation below.
T: Would you mind telling me your residential address?
S: What do you mean residential?
T: Your home address where you live.
S: Oh, okay. 205 Park street.
T: 245 street?
S: No, 205 street.
T: I see.
(3) Students are allowed to give funny but possible answers through interaction as 
below.
T: How do you go back home every day?
S: By airplane.
T: Great!
Justification of the framework applicability
The main objective of this study was to present a framework that may help Japanese 
students to learn English with more interest, willingness, and confidence, and at the 
same time give them progress in their English skills. The specific research question 
addressed was ‘Will the framework help Japanese students learn spoken or commu-
nicative English so that they may use it with confidence in real life situations outside 
a classroom?’ This question can be answered in the affirmative. Detailed discussion 
relating to the response to the question will be presented below in the light of existing 
theories, feedback from the students, and examples of the related activities outlined 
in Appendices I–IV.
Target input comprehension
One of the unique characteristic of the framework, is the way students compre-
hend the contents of the input before using or transferring them to other speakers in 
pairs and group works. It can argued that in general most of the activities’ contents 
are partially understood by the students simply because they are understood either 
through an explanation of the teacher or students by themselves using dictionaries. 
Through such procedures, students work on the receptive information to grasp the 
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meaning, they do not interact or check by other means. In other words, they do not 
show students any other way to confirm and make sure that could fully understand the 
input. However, in the current framework, students use a different method to figure 
out the input. For instance, in the Yes-No Questions Communication (Appendix I), 
students try to guess whether the questions match or mismatch with their partners in 
the forms of yes or no; or, whether the statements are true or false as regards their 
partners everyday life. This means the questions are understood more deeply as the 
students use a process of mental analysis. In usual activities teacher explain, however, 
in our activities the process is different in that students ask questions and make sure 
if you correctly understand.
The same procedure is applied in the WH Questions Communication (Appendix II). 
At the beginning of the activity in each of the 20 questions, each student independently 
has to decide a variation which she/he would like to ask. This is an indirect way to 
teach students to focus clearly on each question and its variations. Understand not 
only its surface meaning but as well how it is used in real communication especially 
when it relates to a third person. Hence, a question like ‘How often do you meet 
your friends?’, and ‘What time did you sleep?’, although grammatically correct, hard 
to answer as they need, more specific information to be added such as ‘in a week/
month/year‘ in the former question, and ‘last night/Sunday’, in the second question. 
Therefore, in this framework, a student comprehend the input in terms of meaning 
and its usage in the way it is used in everyday life as regards communication through 
his/her own efforts.
It is interesting to note here that in the Appendix 1, students compare their guesses 
with the real answers and notice a difference. Similarly, in the activity in Appendix 
II, students employ the same process, first at the time of choosing a variation in each 
question, and second time comparing their guesses (role of B student) with the real 
answers of C. In this regard, Ellis (1997: 119–123, 162), emphasizing the signifi-
cance of input (also see Ellis and Hedge 1993: 8), states that the acquisition may 
be facilitated by teaching explicit knowledge through Conscious Raising (CR) tasks 
assisted by the operations of noticing and comparing, which are considered necessary 
for acquisition to take place,
Attractive force
The most valuable feature in the framework, however, is the Attractive Force which 
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requires adding an element in the activity. The element has several functions. Some 
of them are as follows. It attracts both the questioner and the answerer as it involves 
human emotions, expectations, desires, intimacy, understanding, and friendship. For 
instance, in the Yes-No questions activity (Appendix I) when a student guesses an 
answer, she analyzes her partner in terms of her personality, likes/dislikes/ habits/ tastes 
and many other characteristics related to social life, and when she writes it down she 
surely has a strong desire to know whether her guess is right. This forces her to ask 
the question in a very natural way as can be seen in the dialog below.
A: Is your blood type O?
B: No.
A: No? (Indicates a feeling of surprise)
B: That’s right.
A: You look like B type.
B: Why? (also surprised)
This simple inquiry also forces her to keep asking all the remaining questions on 
the handout simply because she is interested to know that how many of her guesses 
are correct. The same thing happens in the activity of WH-questions communication 
(Appendix II) when B answers A’s questions about C. During the entire activity, the 
B student looks at C’s face from time to time while answering to A as she has a 
strong desire to know whether her guess is correct. A simple check of it, I personally 
noticed several times, is that once A has asked all the questions and C told the score 
to B, soon both A and B begin asking the same questions to C although it is not al-
lowed by the teacher. Therefore, in the extended activity, in which both A and B ask 
questions directly to B in order to find what answers are correct, most of the time 
students are excited and communicated much longer than I thought. This all shows 
that the phase of Attractive Element certainly makes all the students speak naturally. 
A usual conversation goes as follows.
A: What time did she sleep last night?
B: Un, un around, around 2:00 (constantly looking at C’s face)
A: Okay.
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B: What time did you sleep last night?
C: Around 10:00!
B: What? Around 10:00?
C: Yes.
B: So early, why?
C: I was tired.
B: Why tired?
The conversation continues by the students at various new topics. This makes me 
think seriously that adding an element, for example, ‘guessing the answers’ in this 
activity certainly forces students to communicate longer and naturally since the last 
5 lines are not the part of the activity, but students continued by themselves. The 
same thing happens when one student in a group asks question about her and another 
student guesses and tells the answer in the way below.
A: Where did I live when I was a child?
B: In Aichi prefecture?
A: No.
B: Where did you live when you were a child?
A: Hokkaido!
B: Hokkaido? ... So, you were born in Hokkaido?
A: No, I was born in Kyushu.
B: Then, how come, Hokkaido?
A: I moved for my father’s job.
B: I see.
So, in the above activity, students not only produce language, but they also talk 
independently, longer and with interest without any pressure from the teacher.
The attractive force in the Natural Speed Listening Skill (Appendix III) is the usage 
of survival English prompts. Imagine an ordinary listening exercise where students 
merely check what they think is correct as they have no choice. Now, imagine when 
the same thing is done when they are instructed to interact if they do not understand. 
Now, they have a choice. If a student simply says ‘sorry?’, then naturally she/he 
will never sit down silently, but instead she will surely listen with care and have an 
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expectation to get the answer of her inquiry. If she could not figure out at the begin-
ning, she will most probably try again with another inquiry such as ‘what do you 
mean?’, ‘Pardon me?’, or ‘I don’t understand’. It will certainly force him to listen 
not only more carefully but also with a clear purpose to understand it. This feeling, 
emotion, force, attraction, and desire is obviously absent in the tape record activity.
Ultimate achievements
Another most attractive feature of the activities is that all of them comprise ques-
tions that are technically known as referential (i.e. the responses are not known to the 
questioners) as opposed to the display or textbook like questions (i.e. the responses are 
known to the questioners). It is worth to mention here that as regards the structure of 
an EFL classroom lesson, J. Willis (1995) makes a distinction in terms of inner and 
outer, where outer is reported to provide the framework of the lesson in which the 
language is used to socialize, organize, explain and check. The questions in all the 3 
activities, occupying the outer structure, can be said to provide students motivation 
to listen to the real language. The excess of this communicative use of the language 
(Cullen 1998: 181) can be seen further in the form of his referential questions. Such 
questions have been reported as promoting greater learner productivity (Chaudron 
1993: 127) and involving efforts of both teacher and the learners (Thornbury 1996: 
279–280); and it has been reported (Brock 1986 cited in Chaudron 1993: 173; Nunan 
1991: 194) that learners responded to this type with significantly longer and more 
complex utterances. Furthermore, the dominance of referential questions could be 
associated with that of modified interaction as predicted by White (1997: 47) in terms 
of confirmation checks and clarification requests. The preponderance of modified 
interaction type specifically in all the three activities in which the teacher/questioner 
created a two-way information gap (Nunan 1991: 50) among participants could be 
regarded as successful classroom second language acquisition (Nunan 1989: 47).
Furthermore, a learner may work productively if she feels that the learning mate-
rial is (i) attractive in that it surprises the learner (Ellis 1997-a: 120), (ii) authentic in 
the form of ‘simplified’ text as suggested by Widdowson (cited in Jones 1994: 294), 
and (iii) processed in a game-like situation (Ellis 1997-a: 162), (iv) within groups 
(ibid: 109; and O’Sullivan 1994: 91). All the three activities that are selected to test 
the framework have the characteristics (i) – (iv) in that they are authentic in nature, 
attract the learners through the outcomes of their guesses, proceeded as a game-like 
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situation, and have done in pairs or groups. This means that apart from the progress 
through the use of referential questioning on the part of the students, (i) – (iv) also 
support that the students work productively, which is an evidence of ultimate achieve-
ment on the basis of theories. To this end, according to Willis (2001: 14), ‘Success 
and satisfaction are key factors in sustaining motivation. If students feel they have 
achieved something worthwhile, through their own individual efforts, they are more 
likely to participate the next time’.
Progress assurance
As we have seen above, students certainly achieved progress in developing the 
speaking skill, but it was in the light of existing theories. Students have nothing 
to do with such theories as only teachers can understand them. Unless students do 
not realize or notice a progress, it may hinder their confidence to grow. Below are 
feedback comments at the completion of an activity from one of my classes as re-
gards their progress. [This final Interview can help me in the Real Interview: 100%. 
I spoke fluently than before. Because of this experience I thought about myself again 
as what I will do in the future. Before, I couldn’t give my opinion in English. I feel 
I made a good progress because I tried to speak out. I am sure I can speak well in 
my real interview where I speak in Japanese.] These comments manifest students’ 
confidence, which will help them in real life communication. The additional com-
ments at the completion of the entire course below also indicate that students feel 
satisfied as regards their progress. [The result of taking this course, I could find my 
weak points. I could study what I can’t study using textbooks. Absolutely this class 
is useful for us. Above all, I noticed my weak points in English. So, from now I’ll try 
to overcome them. I think if you study very hard, taking this course gonna be a very 
very good experience. The comments above also provide several other information. 
Students could realize their weak points and how to overcome them. They also feel 
the need of expanding their knowledge and experience beyond textbooks. They do 
not think that the class was easy, neither do they dislike the class, as generally the 
case seem to be. Instead, they suggest students that working hard is worthwhile in 
order to get progress in achievements.
Lastly, any technique or procedure that can help students to provide a clear in-
dication of their progress is appropriate. In that case, the test ‘My Listening Speed 
Check’ should be a worthwhile tool which clearly help students notice their progress 
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in listening.
Conclusion
This article is an attempt to test the theoretical framework for educating EFL learn-
ers, reported in the previous work (Farooq 2012), through some essential classroom 
activities. Specifically, the activities relate to developing students’ skills of (i) yes-no 
questions, (ii) wh-questions, and (iii) natural speed listening.
Employing the framework, the activities have been designed by associating them 
to an element named as ‘an attractive force’. The function of the attractive force is 
that it catches students’ interests and enable them to work harder, longer, deeper 
and independently. The activities (i) and (ii) demand a student to check a previously 
guessed response to a question; and in (iii) the student listen to a question at various 
speeds from natural through very slow. The activities have been especially chosen 
based on the recommendation in the literature of classroom research.
Detailed discussion has been made in the light of existing theories, feedback from 
the students, and examples from the relevant activities. It is argued that the frame-
work can help EFL/ESL teachers to develop their students’ spoken English skills to 
a level where the students can use them with confidence in real-life situations outside 
a classroom.
Implications as regards improving overall English skills of the students including 
productive and receptive are discussed along with suggestions for EFL and ESL 
teachers on how to use the framework in the language classroom more effectively.
Recommendations for further study
The next article will introduce some classroom activities based on the framework 
of the receptive type relating to listening and reading; and, how the activities can help 
them learn English in an amusing way and at the same time give them progress and 
confidence in receptive English naturally.
It will provide guide lines on how to create an attractive force and associate it to 
an activity in hand along with examples of a wide range of attractive forces.
The framework can be adapted to teach courses/subjects relating science and en-
gineering besides those of arts and languages.
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Appendix I: Yes-No Questions Communication Skill
(Objectives: Guessing answers, confirming, and following responding with usual/Surprised intonation)
Usual: I see, Okay, Unhan Surprised: Oh, Really, Wow
Quiz Questions A B New Questions C
01. Did you like English in high school?
02. Is your blood type O?
03. Do you have a pet?
04. Do you like Korean food?
05. Are you tired in the morning?
06. Did you go shopping last Sunday?
07. Have you ever been to Okinawa?
08. Can you play badminton?
09. Is there a school near your house?
10. Do you often wear jeans?
11. Did you drink milk today?
12. Do you have a part-time job on Friday?
13. Are you usually sleepy on Monday?
14. Is your birthday in winter?
15. Did you go anywhere in spring vacation?
16. Do you know how to cook tempura?
17. Do you go to Nagoya station on Sunday?
18. Do you often meet your school friends?
19. Do you sometimes watch movies on TV?
20. Do you sleep about 8 hours every day?
TOTAL SCORE
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Appendix II: WH-Questions Communication Skill:
(Objectives: Guessing answers, Quick Thinking, Prompt Questioning)
Practice this communication quiz with three classmates: A, B, C
Role A: Ask questions (1) – (20) to B about C.
Role B: Guess and answer to A.
Role C: Be quiet, and count how many guesses were right. Then tell the score to B.
Before starting: Circle the questions you want ask from (1) – (20).
SAMPLES
Usually, what she eats in the breakfast? (ABC Communication)
Usually, what you eat in the breakfast? (Real-life Communication)
Quiz Questions
01. Usually, what she eats in the breakfast / dinner / lunch ?
02. Last night, what time she had dinner / slept / came back home?
03. How she comes here /goes to Sakae / goes to her high school from her house?
04. How many brother and sisters / CD / ketai she has?
05. What color / Japanese food / car company she likes most?
06. How many hours she sleeps every day/ holiday / on Friday night?
07. When’s her birthday/ free day / busy day?
08. What’s her blood type / brother/sister’s blood type / mother’s blood type?
09. How many people are in her family / high school class / junior high school club?
10. Where’s her home town / mother’s home town / best friend’s home town?
11. What kinds of movies / sports / seasons she likes?
12. She usually sleeps early or late every day/ on Friday / on Saturday?
13. Which day she is most busy / sleepy / tired?
14. What sport / subject / club she liked in school?
15. What color is her room/ house / family car?
16. Where she lived when she was a baby / in high school / 10 years old?
17. Who is her favorite actor / actress / singer?
18. How often she eats curry rice / Mr. Donuts / pizza? [Hint: Once a week/ month/year]
19. What food she likes more, Japanese or Italian / fried or boiled / raw or cooked?
20. What’s her favorite shopping center / cake shop / family restaurant?
B Score:      
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Appendix III: My Listening Speed Check
(Objectives: Knowing speed of Listening and Measuring Self Listening Speed)
NAME:              (Romaji)   Class:          
Natural, Slow, and Textbook Speaking Speed
Natural Speed: Whedya  wanago ? (You listen 2 words)
Slow Speed: Where  doyou  wantogo ?  (You listen 3 words)
Textbook Speed: Where  do  you  want  to  go ? (You listen all 6 words)





















Score:                
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Appendix IV: Natural Speed Communication Listening
(Objectives: Getting used to Communication Prompts, and the natural speed of listening, 
and understanding questions, and practicing common answering patterns)
Survival English Prompts:
  01. Sorry? / Pardon me? / Excuse me?
  02. Please speak slowly.
  03. What do you mean?
  04. I don’t understand.
  05. Sorry, I can’ say in English.
Level 1:   Exemplified and short questions 
I sleep around 6 hours. How long do you sleep every night?
Level 2:   Short and Simplified Questions 
How far do you live from here?
Level 3:   Multiple Questions 
When was the last time you ate spaghetti, where and with who?
Level 4:   Longer Questions 
Where’d you like to go in Asia if you’ve a lot of free time and enough 
money to spend?
Level 5:   Indirect / Formal / Polite Questions 
Could you tell me what you ate in the breakfast today?
Level 6:   TPR Requests 
Would you please clap your hands if your blood type is O or A?
Level 7:   Formal vocabulary based questions 
Approximately how much time do you take to come here direct from 
your house?
Level 8:   Confusing Questions 
You don’t live in an apartment, do you?
Level 9:   Opinion Questions 
What places do you suggest foreigners to visit in Japan?
Level 10:  Longer Answer Questions 
I would like to know about your school life as how you enjoyed
Level 11:  Questions with an assumption 
If you had a month holiday how would you like to spend?
Level 12:  Questions with an unexpected happening 
You were sleeping and had a big earthquake. You ran out of the house 
to escape but then noticed that the dog is locked and you must open his 
door to escape. What will you do?
